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Abstract
This study identifies the role that behavioural and emotional engagement play in mediating the relationship between achievement 
goals and some dimensions of school adjustment. Results from the study were supportive of the hypotheses and revealed a 
differential predictive pattern for each of the achievement goals. Mastery goals were linked to behavioural and emotional 
engagement; performance-approach goals were linked to a behavioural, performance-avoidance goals were linked negative to 
behavioural engagement processes, and mastery-avoidance goals were linked negative to emotional engagement. These results 
will be more able to establish practices that prevent students’ disengagement and enhanced they adjustment to school. 
© 2015 The Authors. Published by Elsevier Ltd.
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1. Introduction
Active involvement in school is important to a student’s adjustment to educational settings (i.e., dropout 
intentions, absenteeism, homework frequency, and educational aspirations) (Otis, Frederick, Grouzet, & Luc 
Pelletier, 2005). Students who are more engaged (behavioural and emotional) in school earn higher grades and show 
better psychological adjustment to school (Li & Lerner, 2011). Conversely, students who are disengaged from 
school are more likely to experience academic failure, school dropout, and a lot of other negative outcomes (Wang
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& Holcombe, 2010). Researchers and educators are increasingly focused on school engagement as a means for 
addressing problems of student boredom and alienation, and high dropout rates (Fredricks, Blumenfeld, & Paris,
2004). To increase student engagement in school, we need to better understand (a) the antecedent of school 
engagement and (b) the consequences of different school engagement on educational adjustment, both of which are 
addressed in this study.
Because researchers studying the effects of educational engagement on school adjustment have differed in 
their definitions and measures of engagement, it is difficult to integrate findings across studies. Often, researchers 
incorporated a wide variety of constructs in their measurement of engagement, an inclusiveness that makes it 
difficult to determine the unique precursors and consequences of different types of engagement. In the current study, 
we assess behavioural and emotional engagement to involvement in learning (Hughes, Luo, Kwok, & Loyd, 2008). 
Behaviour engagement refers to participation in the learning environment, and although defined in different ways, 
has often been operationalized in terms of the effortful and persistence aspects of involvement in instructional 
activities. These aspects of engagement have been investigated as a potential precursor of school student’s 
adjustment. Effort is the amount of energy expended in a learning process. Persistence refers to the continuous effort 
in learning especially when the student is faced with some barriers or obstacles (Mih, 2013; Zimmerman & 
Risemberg, 1997). Persistence / efforts not only reflect motivation but serve as important indices for adaptive 
behaviour (Goa & Newton, 2009). 
Emotional engagement refers to students’ affective reactions in the classroom, which engage them in 
learning requires positive or negative emotional experiences (Mih & Mih, 2013). These emotion reactions, such 
boredom, happiness, sadness, and anxiety contribute to a classroom climate that forms the foundation for teacher -
student relationships and interactions necessary for motivation students to learn (Meyer & Turner, 2006). The 
emotions included in these definitions duplicate an earlier body of work on attitudes, which examined feelings 
toward school and included survey questions about liking or disliking school, the teacher, or the tasks; feeling happy 
or sad in school; or being bored or interested in the work (Epstein & McPartland, 1976).
Some of the most important antecedents of school engagement are achievement goals. Achievement goal 
theory posits that students’ behaviour in an achievement setting is guided by the achievement goals they construe for 
learning (Pintrich, 2000), and these goals determine their approach to, engagement in school learning (Urdan, & 
Midgley, 2003). Some of research has demonstrated the validity of using achievement goal theory to understand and 
promote adaptive behaviours in learning (Pintrich & Schunk, 1996).
Achievement theorists have differentiated two types of achievement goals that characterize a student's 
purpose for task engagement: performance goals, which focus on the demonstration of ability, and mastery goals, 
which focus on the development of skills and abilities (Ames & Archer, 1988). Later, a more elaborate 2 x 2 
achievement goal model was posited (Elliot, 1999) in which the mastery goal construct, as well as the performance 
goal construct, is bifurcated in terms of approach and avoidance. Thereby, the 2 x 2 achievement goal framework 
crosses the performance-mastery distinction with the approach-avoidance distinction (Elliot & Church, 1997). The 
performance-mastery distinction is construed as representing how competence is defined (according to a task-based 
or intrapersonal standard, respectively), and the approach–avoidance distinction is construed as representing how 
competence is valences (according to positive possibilities or negative possibilities, respectively). This framework 
comprises four achievement goals: mastery-approach, performance approach, mastery avoidance, and performance-
avoidance.
A mastery goal refers to a striving to learn, understand, and improve skills based on an intrapersonal 
evaluative standard, while a performance goal is seen as a striving to outperform others and appear competent based 
on an interpersonal standard. Mastery-approach goals entail striving to do better than one has done before, whereas 
mastery-avoidance goals entail striving to avoid doing worse than one has done before (Van Yperen, 2006). These 
forms of regulation represent mastery goals, because they focus on intrapersonal development; they represent 
approach and avoidance goals, respectively, because they focus on a potential positive vs. negative outcome. 
Many studies have revealed that a mastery goal orientation is associated with school adaptive pattern, such 
as having high levels of self-efficacy (Middleton & Midgley, 1997) and persisting longer on difficult tasks (Elliott & 
Dweck, 1988) and greater educational adjustment (i.e., educational aspiration, frequent courses, homework 
frequency) (Otis, et al., 2005).  
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Performance goals are also related with the whys of students’ learning. They are based on students’ beliefs 
about what is important in an achievement situation (Ames, 1992). Performance goals orient students to define and 
evaluate competence relative to others, to attribute outcomes to ability and to consider difficulty as diagnostic of low 
ability. For example, a student may try to learn a foreign language to display ability in that language, 
There is, however, some debate about whether these rather negative processes are associated only with 
avoidance or also with approach forms of ability goals and whether ability-approach goals are also associated with 
some of the positive outcomes (Harackiewicz et al., 2002; Midgley, Kaplan, & Middleton, 2001). Research 
conducted according to this new distinction points out that, in general, performance approach goals do associate 
with adaptive achievement behaviors, such as high levels of self-efficacy (Elliott & Harackiewicz, 1996) and task 
persistence (Wolters, 2014). 
On the other hand, research on performance avoidance goals shows that holding these goals is associated 
with a maladaptive behaviours, such as low levels of self-efficacy (Elliott & Harackiewicz, 1996) and low task 
engagement (Elliot, 1999). There has been less research on performance avoidance goals, but these were associated, 
as one would expect, with low investment in schoolwork (Butler, 2007; Dowson & McInerney, 2001).  
As we could see, findings on performance goals are somehow mixed. A few research findings relate 
performance goals with adaptive learning outcomes, whereas some others relate with maladaptive outcomes. So, 
goal theorists separate performance orientation into two dimensions: performance approach and performance 
avoidance (Middleton & Midgley, 1997; Pintrich, 2000). This distinction bases upon whether students want to look 
competent or avoid looking incompetent at their schoolwork (Harackiewicz, Barron, & Elliot, 1998). 
As regarding the consequences engagement in learning, greater educational adjustment has been found 
among students with high levels of engagement. For instance, students which report more positive emotions in class 
is more interest toward school (Vallerand & Bissonnette, 1992) and implicit manifest more educational adjustment. 
Furthermore, high school dropout students have been found to be less persistent in learning activity (Vallerand, 
Fortier, & Guay, 1997).  However, the relationship between school adjustment and the different forms of 
engagement in learning has been less studied. As such we intend to study the relationship between emotional and 
behavioural engagement and educational adjusting operationalized by dropout intentions, absenteeism, homework 
frequency, and educational aspirations
In summary, we make the following hypotheses that (a) a mastery goals will be a positive precursor of 
behavioural and emotional engagement; (b) a performance-avoid goal orientation will be a negative precursor of 
emotional engagement and positive of behavioural engagement; (c) a performance-avoidance goals negatively 
predict behavioural and emotional engagement; (d) a mastery-avoidance goals negatively predict behavioural and 
emotional engagement; and (e) behavioural and emotional engagement are expected to be positive predictor for 
educational adjustment (i.e., homework frequency, dropout intentions, absenteeism, and educational aspirations).
2. Method
  
2.1. Participants
One hundred five adolescents, attending six classes in two high schools from Cluj-Napoca participated in 
the study. The mean chronological ages were 17.1 (SD = .92) and sixty two was female. Although no other 
demographic information was collected, we had no reason to expect that the groups differed in socioeconomic 
background, given that all participating classrooms were from predominantly middle-class, urban schools. All 
adolescents were in the 10th grade. There were no substantial differences across schools with respect to previous 
grades. 
2.2. Instruments 
The Achievement Goal Questionnaire
For types of achievement goal orientations were assessed using an instrument originally developed by Elliot & 
McGregor (2001). The Achievement Goal Questionnaire (AGQ) is a 5-point Likert-type instrument developed to 
assess students’ adoption of four achievement goals. The scale for mastery approach comprised three items 
assessing students' focus on learning, understanding, and gaining competence namely (e.g., I want to learn as much 
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as possible from this class). The scale for performance-approach comprised three items assessing students' focus on 
relative ability and judgments of competence (e.g., It is important for me to do well compare to others in this class).  
The scale for mastery avoidance comprised three items reflecting students' desire to avoid achievement situations 
and to minimize the effort and time spent on studying (e.g., I am often concerned that I many not learn all that there 
is to learn in this class). The scale for performance avoidance goals comprised three items assessing the avoidance 
of demonstrating normative incompetence performance (e.g., I just want to avoid doing poorly in this class 
compared to others). The AGQ, originally targeted at university students, was validated for high school students. 
The scores for each achievement goal could theoretically range between 5 and 15. The reported reliability alphas for 
the measures of mastery, performance-approach, mastery avoidance and performance avoidance achievement goals 
were .79, .83, .78 and .74 respectively.
Behavioral engagement (Effort + Persistence)
Effort was measured using two items from Elliot, McGregor, & Gable (1999) and two items from the 
MSLQ (Pintrich, & Groot, 1990). Four items from Elliot et al.’s (1999) scales were used for the persistence variable. 
Reliability estimates (Cronbach’s alpha) were .76 for the effort scale and .89 for the persistence scale. Two items 
from effort scale were “I put a lot of effort into preparing for the exam” and “I always work as hard as I can to finish 
my school assignments.” Persistence, which included four items, reflected students’ beliefs that they completed 
ZRUN IRU WKHLUPDWKFODVV HYHQZKHQ IDFHGZLWKGLVWUDFWLRQVERUHGRPRUGLIILFXOW\ Į 7ZR LWHPV IURP WKLV
scale were “I get distracted very easily when I’m studying” (reverse coded) and “I get started on doing my work for 
school but often don’t stick with it for very long” (reverse coded). Participants indicated their responses on a 1 (not 
at all true of me) to 7 (very true of me) scale for the persistence items and a 1 (strongly disagree) to 7 (strongly 
agree) scale for the effort items. The Emotional Engagement Scale was designed to measure students’ emotional 
involvement during learning activities. Each student reported on his or her own (a) emotional engagement, using six 
items tapping their emotions indicating motivated involvement during learning activities (such affective reactions in 
the classroom, attitudes towards school and teachers, appreciation of success in school) (Skinner, Furrer, Marchand, 
& Kindermann, 2008). Examples of items include “When we start something new in school, I feel interested.” and 
³,HQMR\OHDUQLQJQHZWKLQJVLQFODVVĮ 
Academic adjustment 
To obtain a global measure of academic adjustment, we combined the four next measures: absenteeism, 
homework, dropout intentions, and educational aspirations Otis, et al., 2005). A single statement was used to 
measure nonjustified absenteeism. Participants had to answer the question “Do you miss school only because you do 
not feel like it?” on a 4-point scale, ranging from 1 No, I never thought about it) to 4 (Yes, it happens about 1 time a 
week). A single statement was used to measure frequency of homework. Participants had to answer the question 
“How often do you do your homework?” on a 5-point scale, ranging from 1 (Never) to 5 (Always). A single 
statement was used to measure future intentions to drop out from school. Participants had to answer the question 
“Do you find yourself thinking about quitting school?” on a 5-point Likert-type scale, ranging from 1 (No, never) to 
5(Yes, often). A single statement was designed to measure students’ future intentions regarding their studies. 
Participants were asked “Until when do you intend to go to school?” and they had to choose between four answers: 
(a) Until I have a secondary school diploma, (b) Until I have a university diploma. The Cronbach’s alpha coefficient 
for this measure was .60. A high score on academic adjustment indicates that students had no intention to drop out, 
that they were doing their homework, that they were not missing school, and that they wanted to continue their 
studying past the high school diploma.
2.3. Results
Means, standard deviations, and intercorrelations of all variables used in study are presented in Table 1. 
The relationships also assess the presence of multicollinearity. The results showed that none of the partial 
coefficients exceeded .50 that the multicollinearity among the study variables was not severe (Tabachnick & Fidel, 
2001). The variance inflation factor (1.00–1.21) and tolerance (0.83–1.00) statistics resided within acceptable 
ranges. 
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Table 1. Descriptive statistics and intercorrelations among all the measures
M(SD) 1 2 3 4 5 6 7
1. Mastery approach 11.47 (2.85) -
2. Performance-approach 7.42(2.15) .13 -
3. Mastery avoidance 6.88(2.02) -.07 .17* -
4. Performance avoidance 8.21(1.92) -.11 .25** .21** -
5.  Behavioural engagement 9.04(2.94) .37** .29** .09 -.18* -
6. Emotional engagement 2.71(.67) .28** .11 -.23** .12 .39** -
7. Academic adjustment 2.14(.97) .19* .16 -.08 -.14 .27** .32** -
* = p< .05, ** = p< .01
In order to examine theoretical relationships among dependent, independent, and mediating variables 
proposed in hypothesis were investigated by using AMOS Version 16.0. The hypothesized model (Figure 1) was 
initially tested for the data. This analysis was conducted to determine the goodness of the model fit to the data. The 
final model we obtained using the tests of the nested models, including the standardized path loadings, is shown in 
)LJXUH7KHILWVWDWLVWLFVREWDLQHGIURPWKHSDWKDQDO\VLVVKRZHGWKDWWKHYDOXHRIȤ1 was 6.97, p > .05 
which indicated a good fit. The results of the present analysis showed that RMSEA value was .02 (p < .05), GFI
values was .98, AGFI was .98 and NFI was found to be .99. These multiple indices also confirmed the adequacy of 
the model fit.
Figure 1. Final model depicting the relationships among variables. Solid path coefficients are standardized 
regression coefficients, and all paths represent significant effects (p < .05 at minimum).
The study identifies the role that behavioural and emotional engagement play in mediating the relationship 
between achievement goals and various dimensions of school adjustment, demonstrating that student achievement 
goals indirectly predict the level of school adjustment. The effect mastery goals on school adjusting were totally 
mediated by persistence, effort and emotional engagement. Thus, students which have higher mastery goals persist 
more in task and also work harder, and this will lead to an academic adjustment. But students which have higher 
performance goals have high behavioural engage in school tasks, but in the same time, they have less level of 
emotional engagement. 
2.4. Discussion
The present study investigates the antecedents of academic adjustment within a model including 
334   Viorel Mih et al. /  Procedia - Social and Behavioral Sciences  209 ( 2015 )  329 – 336 
achievement goals, behaviour and emotional engagement among adolescent students. As we can see from the 
results, this is certainly the case. 
First, as anticipated, we found evidence that mastery-focused goals have a more high positive correlation 
with behavioural engagement than do performance-focused goals. Consistent with our expectations, an academically 
adaptive school environment focused on mastery approach and that promotes student engagement, it has an 
influence on student academic adjustment. In particular, student academic adjustment is enhanced when the school 
environment provides sufficient or appropriate support of students’ personal goals (Wang &. Eccles, 2013). 
Understanding student engagement in school requires an integrative motivational framework that considers the 
interaction of the psychological and contextual factors in a youth’s life. Consequently, the endorsement of mastery 
goals should be supported and encouraged to best promote all students' motivation, school adjustment. Making 
performance goals and ability differences especially salient to students in classrooms leads to greater incidence of 
social comparison behaviours and competition, which, in turn, are likely to undermine motivation and learning in
the long run. Learning environment that emphasizes performance goals and social comparison can be risky for 
success-oriented students, who already are performance-focused and preoccupied with possible failures in school. 
An emphasis on learning and self-improvement would be fruitful because it might help these students to appraise the 
learning situation - even in the case of failure - as an opportunity to learn.
Second, a negative relationship that was observed between mastery avoidance goals and emotional 
engagement could be explained by recourse to state test anxiety. The obvious relevance and appropriateness of an 
intrapersonal standard, the clearly diagnostic feedback that one receives from such a standard, and the negative 
focus of an avoidance-based intrapersonal standard are likely to induce anxiety about the possibility of poor 
performance, and accordingly, undermine emotional engagement in learning (Van Yperen, Elliot & Anseel, 2009). 
For example, Sideridis (2008) demonstrated that relative to mastery-approach, performance-approach, and 
performance-avoidance goals, mastery-avoidance goals were more strongly associated with increases in cognitive 
and somatic anxiety using both self-report and physiological assessments.
Third, the results reveal that the achievement goals can both positive and negative predict behavioral and 
emotional engagement in learning activities. In the present study, we conceptualized achievement goals by 
partitioning the performance goal into approach and avoidance orientations. We proposed that the negative 
correlation between performance goals and behavioural engagement should be recorded only for the performance–
avoidance goal state. Results indicate that, performance–avoidance goals correlate with behavioural engagement, 
but not with emotional engagement. Therefore striving to avoid failure and striving to attain success an avoidance 
goal may be a “great motivator” in the sense that it can elicit affective investment in action, but this process 
of avoidance apparently exacts some cost. Deleterious consequences have also been finding on emotional 
engagement, different achievement behaviours such as persistence in the face of failure and task choice 
(Heckhausen, Schmalt, & Schneider, 1985). 
Forth, mechanisms analyses validated behavioural engagement as a mediator of the deleterious effects of 
performance–avoidance goals on educational adjustment. Specifically, performance–avoidance goals led to reduce 
persistence in learning, and this distraction, in turn, resulted in decreased school adjustment. Instead, performance-
goal and mastery goal participants evidenced similar levels of engagement (effort, persistence) and subsequent 
school adjustment (such as educational aspiration, frequent courses, homework frequency). In essence, this pattern 
of mediation suggests that the approach forms of motivation enabled individuals to “drop down” to the activity level 
and become absorbed in the process of task engagement, whereas the avoidance orientation disrupted task focus and 
promoted perseveration at the “higher” level of self-concerns (Vallacher & Wegner, 1987) and as consequences  
individuals were unable to “lose themselves” in the task (Elliot & Harackiewicz, 1996). 
The results of the current study suggest that those students who more engaged in school tend to have
greater intentions to continue their schooling. These findings are consistent with those reported in literature. Thus, a 
consistent body of research suggests that students’ school engagement influence their educational aspirations 
(Gutman & Schoon, 2012).
There are a number of limitations to this study. The data were collected at one point in time and therefore 
issues of causality or bidirectionality cannot be examined. Additionally, we acknowledge that students do not have 
either one goal orientation or another. They have various levels of different goal orientations, so it becomes 
important to understand the relation between various goal orientations and educationally relevant outcomes. 
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2.5. Conclusion 
Finally, the present study thus supports the idea that the development of quality achievement goals is 
important in increasing a positive engagement in school, which in turn promotes student adjustment to school. With 
a thorough understanding of how school characteristics affect student behavioural and emotional orientation, will be 
more able to establish practices that prevent disengagement and to foster learning environments that support 
engagement resulting in the mutually beneficial outcome of enhanced adjustment to school.
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